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policy makers that made the debate fees controversial."
Since American Democracy seemed truly threatened, schools 
wCreeeen *e a fundamental tool to safeguard the democratic 
order. Clearly, the burden of the responsibility came to 
rest on the shoulders of the high school social studies 
classrooms. Because of the apparent urgency of the 
situation, the social studies began to focus less on the 
needs of the Individual and more on the needs of a 
democrat Ic society. Education for democracy took on an 
entirely new meaning. In the education equation, the role 
of democratic education as the means and the Individual as 
the end were reversed. The implications for the nature of 
Individual learning were tremendous. The independent 
thought and critical thinking that were striven for in the 
Thirties were more neglected than forgotten as the students' 
role as national and world citizens was emphasized. These 
shifts were very real, and with the aid of hindsight, should 
not be very surprising) the same types of changes were seen 
on a larger scale only a decade later. Indeed, the wartime 
changes in the social studies seemed to be a foreshadowing 
of the larger conservative shift that took place only a few
years later. In the end, the war had solved, for many years

f1 ^  '■ f - - ‘ f; ? -t ^ • r ?: f
,ffi; ffll>®s
-?iH .«'• # *■ *• *■
» .'»«<*•* ' * f -  ^v"- "Y* "•■ ' .* ' w'* *, "tr *,v* v;ws^:^ *&&**#«
•^ •l^ '^f"^ "':-' :> r q :' ' ■-". •'',:'-;:-x .;.; > ^ c ;^ ..S/:wr.r^]%f^|*H
■jalisBiBliiSte^ ^
Both on philosophical and practical grounds, as education.
iniff.
Mian dent*red in. -a political democracy, the de&ete toeeomei • • t •"-• <j
l the more perplexing. Indeed, since the American 
Repufelicwas formed, education has Been an issue that has 
occupied the most talented of minds. What Became almost 
immediately apparent was the conflict of interests--* 
conflict Between the society ana the individual.
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Several questions are inherent in the formulation of 
the paradox. What wouId be the focus ot the school in the 
new republic, the society or the individual? The emphasis 
on th needs ot society was especially appealing after tne 
Revolutionary War had freed tne colonies from British rule; 
there was a tremendous need for an identity and a common 
culture. Education was seemingly perfectly suited to form 
this sense of patriotism. Common American’ values could d® 
instilled in the young students by the nation s schools.
However, even if the needs of society were thought 
primary, the means of best fulfilling these neeas were still 
in question. Wouldn't society best benefit from citizens, 
not with a one sided patriotic view of the nation, out with 
a critical quest i oning aoi i t ty that chal1engea the 
representatives and the status quo? In essence, if the 
purpose ot education was to, in the words of Thomas
; THe issue. unfortunately* i$ not even that single* \  
Uttar an, the revolution was fought largely tor the rights
of the Individual* In pursuing the unprecedented freedoms, 
ratfcl'1:1 berty•'wciuid it'de right, to place the needs of society 
above those of the individual? And again, even if it were 
resolved that the individual should be the focu3 of the new 
nation* a-question arises* is the individual better off in a 
well ordered society with common values and interests, or in 
a society where diverse thought was most valued.
David Tyack♦ in writing had
examined the paradox and summarised,
Having fought a war to free the United States from one 
centralized authority, [the educational theorists! 
attempted to create a new unity, a common citizenship 
ana culture, and an appeal to a common future, in this 
quest for a balance between order and liberty, for the 
proper transaction between the individual and society, 
ftheyi encountered a conflict still inherent in the 
education of the citizen and still expressed in the 
injunction to teachers to train students to think 
critically but to oe patriotic above ail. Hence 
proceeded a paradox from their search for ordered
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wits Thomas Jefferson. In Jefferson's views, the paradox can
b e d  early seen. On the one hand, he was somewhat defensive
of the new repudI to, feeling that the democracy cou Id not Is#*-: 
maintained without order* and that the nation was too young 
to withstand tree political inquiry, "On the other hand*1* 
wrote one author* “he did not so mucn propose to make 
education the instrument of nationalism* as to renoer it the 
means oy wnich the people should come to know their rights* 
to control their government* ana so maintain their 
i ioert ies*”2 This is illustrated in Jefferson's Notes on 
Virginia. ’Reason and tree inquiry," wrote Jefferson, "are 
the only effectual agents against error." Unfortunately for 
Jefferson and the history of education however, tne balance 
between order and liberty was not so easily maintained.
These facets of the paradox have yet to be permanently 
resolved. Throughout the history of American education, the 
balance between order and liberty has acteo more like a 
pendulum that has swung between those that believed the 
needs of society are primary and those that feel the 
Individual should be the focus of education. The effects of 
the industrial revolution and the Russian launch of sputnik 
have been well documented in the story of education. Often 
overlooked however, are the dramatic changes the fie id of
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curriculum. Tne war years were a microcosm ot the debate
that had lasted since the birth of the nation. How was
education for democracy to be pursued?
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NEW PERCEPTIONS AND POLICIES
An examination of prevailing attitudes of educational 
theorists and education commissions provides a natural point 
of departure in understanding the change war brought to the 
social studies in the 194Q's. In such an examination, 
however, it is important to remember that these publications
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reflect only the thought and theory of the time, and not 
necessari1y the actual practices in the classrooms. Yet, as 
Herbert Kliebard notes In The Struggle for the American 
Curriculum, even such imperfeat evidence nevertheless 
provides a ''weather vane by which one could gauge which way 
the curriculum winds were b l owing,■When the winds come 
from many directions, as curricui.;um influences did in the 
1930's, rarely does such a gauge remain steady. Indeed, the 
differing features of the progressive education movement 
made the exact relationship between the individual and 
society less than clear. As a general indicator, however, 
the weather vane is still of use. In this respect, the 
opinions of important theorists and commissions, such as the 
National Education Association <NEA), provide a necessary 
framework in determining how the individual was educated 
just before the war. Once this is established, the wartime 
perceptions and attitudes of the educators will make the 
subsequent shift in commitment more clear.
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THE NATURE Of PROGRESSIVE EDUCATION
If a “weather vane” was used to gauge the curriculum 
tendencies of the 1930's, it would point in the direction of 
progressive education. Therefore, to better understand the 
relationship between the Individual and democratic society 
in the Thirties, a close look at the meaning of progressive 
education is first necessary, since it was certainly a 
dominating theme at the time.
Unfortunately, however, the task is not a simple one; 
progressive education meant many things to many people.
MThe more I studied [progressive educat ion3 K1iebard 
commented, Mthe more It seemed to me that the term 
encompassed such a broad range, not just of different, but 
of contradictory, ideas on education as to be meaningless.”^ 
Although the major emphases of the movement were somewhat 
contradictory, they all were based on the idea of reform and 
shared the title of progressive education.
The progressive education movement began near the turn 
of the century as a reaction to the customary traditional 
curriculum, which usually implied a teacher^centered, 
academically-oriented classroom. The National Education 
Association's Committee of Ten, appointed In 1892, 
characterized the philosophy behind the traditional 
curriculum. The committee felt, according to Diane 
ftavitch'a Ths Troubled Crusade, "that al1 secondary
students, regardless of whether they intended to go to 
college, should be liberally educated and should study 
English, foreign languages, mathematics, history, and 
s c i e n c e . S u c h  subjects, it was telt, were important to 
all students. Even those that were not college bound still 
would benefit from a foreign language course, for instance, 
because it was education that contributed to a mental 
discipline-*-*it helped develop powers such as memory and 
reasoning.
In contrast, progressive educators generalJy emphasized 
the needs of the students beyond that of learning 
traditional knowledge. The basis for this change was the 
seemingly conclusive scientific evidence that discredited 
the theory that traditional classes improved general mental 
functioning. As a result, the new progressivism emphasized 
courses more applicable to:''the-; students' present and future 
life. That which interested students became important• The 
curr1cu1 urn was just i fled, Ravi tch commented, “by i ts ut ili ty 
to the student or by the way It met ident iliable needs and 
interests of s t u d e n t s . T o  this end, the students became 
more active in the classrooms'smalI group discussion, for 
example, replaced the traditional textbook reel tat ions. The 
movement, in general, was characterized by an overused but 
nevertheless appropriate phrase, learning by doing.
This new emphasis on the needs and Interests of the 
student represented one aspect of the progressive education
movement. Such a curriculum In harmony with the child's 
real interest was supported by a group identified by 
Kiiebard as the deve1qpmenta1ists. Flexibility and 
diversity is what differentiated this curriculum'from the 
traditional curriculum. One author noted that freedom for 
the child became the leitmotiv of the new movement.'*
Despite the appeal of the new emphasis, the!progressive 
education movement did not gain full force until 1918 when
the NEA' s gy.jcti.aa 1.grllULlaloa.was
published. Whereas the Committee of Ten spelled out the 
philosophy of the traditionalists, the Cardinal Principles 
did much the same for the progressives. Said the report, 
“The objectives of secondary education should be determined 
by the needs of the society to be served and the character 
of the Individuals to be educated.”8 In this light, the 
committee presented seven principle by which all secondary 
level offerings should be judged. These were: 1) health, 2) 
command of fundamental processes, 3) worthy home membership, 
4> vocation, 5> citizenship, 6) worthy use of leisure and ?> 
ethical character. The difference between these ’‘Cardinal 
Principles’* and the ’Committee of Ten” is obvious-- 
traditional subjects were transformed along utilitarian 
lines. According to Ravitch, ”So little did the commission 
think of traditional, school bound knowledge that the 
original draft of the report failed to Include, 'command of 
fundamental processes,' Its only reference to intellectual 
development, as a main objective of secondary education.”9
Nevertheless, the "Cardinal Principles’* was undoubtedly 
responsible for bringing progressive education out of the
experimental schools and into the mainstream of the 
organized education profession.
However, as the progressive movement became more 
popular * signifleant changes occurred. As evidenced in the 
Cardina1 Princip1es» M the needs of society" became an 
additional emphasis of the movement. Gradual)y, this 
replaced the focus on the individual. In contrast to the 
developmentalists, the social efficiency educators believed 
that the needs of society should be primary in the teaching 
of children, According to Diane Ravitch, HThe social 
efficiency element of the Cardinal Principles...became the 
cornerstone of the new progress!vism.“ Social efficiency 
implied the need for social utility* The most important 
question to educators becames Is the student learning that 
which will be useful In his future role as an adult? The 
schools strove to make the answer affirmative in every 
possible case* History, to this end. began to emphasize 
efficient citizenship, for example.
Social efficiency seemed to replace developmental ism as 
the primary emphasis In the schools of the progressive 
movement, but it too had Its critics. The most notable was 
George S. Counts. His criticism of social efficiency was 
that it would naturally lead to a preservation of the status 
quo. Because scientific methods were needed to enhance
efficiency. Counts felt that scientists would have too great 
a role in the schools. Since Counts believed that 
scientists invariably reflected the dominant interests of 
the society, he concluded, “the inevitable consequence is 
that the school will become an instrument for the 
perpetuation of the existing social order rather than a 
creative force in society."*1
As this sort of criticism gained Influence, the 
differences between those emphasizing the needs of society 
became abundant 1y cI ear. The question separating the two 
strands was fundamental; was education to preserve the 
status quo or was it to challenge and reform society?
Counts and others felt that schools could and should have an 
active hand in shaping society. This was the natural 
converse to the social efficiency approach. As the nation 
plunged into the depression, however, the view of social 
change became ever more appealing. By the T930 s, K1iebard 
noted, social efficiency or, "fitting the individual into 
the r i ghi n iChe i n the ex 1sting soc la 1 order » gave ground to 
the feeli ng that schools had to address ongoi ng soc i a 1 and 
economic problems by raising up a new generation critical 1y 
attuned to the defects of the social system and prepared to 
do something about i t • * *'?'
Thus, this social reconstruct Iona 1 ism was the prevailing 
feature of the progressive education movement just before
The individual's education in the 1930f/m was basedthe war.
on this aspect* Several NEA publicat Ions from the time 
corroborate thtSr and the relevant textbooks provide further 
evidence of how the individual was treated in the 30cial 
studies curriculum before the war.
EOUC&IlflU AND THE immmhL.IKTHE 1930 .'a
While the greater emphasis of the social 
reconstructionists was pIaced on society's needs rather than 
those of the individual» the role of the individual in the 
schools was nevertheless of fundamental importance. In 
order to strengthen democracy in the future, it was felt 
that students needed to be equipped wi th.:quest toning and 
decision making sk11 is. Although these means were less 
efficlent, the reconstruct ionists felt examining and 
learning the problems of democracy would better equip the 
students to deal with the problems as adults. Democracy 
would subsequently benefit,
Thus, this idea of social me 1ior ism and individual 
development are not mutua11y exc1 uslve♦ The individual 
stt^ingly could receive a critical, balanced education in 
the face of the progressives" new emphasis on society. John 
Dewey and other inf1uentia 1 actors in the progresBive 
movement were critical of attempts to impose on students a 
predeterml ned soda 1 ldeaI, argu ing that such an at tempt to 
preserve the status quo ignored the vital importance of 
“freedom in thinking.* According to Kiiebard, "For Dewey, 
the road to social progress was much more closely tied to 
the ability of the schools to teach Independent thinking and 
to the ability of the students to analyze social problems
than it was to an organized effort designed to redress 
apecifid social evils."13
There is further evidence to indicate that the 
ind1v i dual's deve1opment was not f or got t en in the schools' 
dedication to society and democracy. Various pub!icat ions, 
most by the NEA, emphasize the importance of critical 
thought and discussion in the democratic education of the 
1930's. Perhaps the most important and influential of these 
appeared in 1937 and was titled, The Unique Function of
£s3Uta_U-Qil^ LD_.diQ. I^DPr i.CsiCLieilfiCX'.iCV ■ This publication
commented,
The primary business of education, in effecting the 
promises of American democracy, is to guard, cherish, 
advance, and make available in the life of coming 
generations the funded and growing wisdom, knowledge, 
and aspirations of the race. This involves the 
dissemination of knowledge, the liberation of minds, 
the development of skills, the promotion of free 
inquiries, the encouragement of the creative or 
inventive spirit, and the establishment of wholesome 
attItudes toward order and change-*all useful in the 
good life for each person, in the practical arts, and 
i;n the maintenance and improvement of Amer ican 
society.14
Moreover, the report included, somewhat surprisingly, 
9lven the nature of progressivlsm in the 1930's, the
importance of education in the classics such as Plato and 
Ralph Waldo Emerson, While this aspect of the report may 
have been somewhat extreme, CRavitch stated, it was out of 
step with the new spirit of progressive education) this 
apparent regression to the traditionalist curriculum and 
mental discipline still indicates that educational theorists 
had not completely neglected the full development of the 
Individual in concentrating on the best interests of 
society.
Xh* .,.F.y,rpQss.a. of - E d u c iU m Jja Jto ftg l^ ... Damps rag.y > also
published by the Educational Policies Commission in 1938, 
corroborates this. The author felt that too much emphasis 
was placed on the study of the classics, but nevertheless 
felt, “The general end of education in America at the 
present time is the fullest possible development of the 
Individual within the framework of our present 
industrialized democratic society." This was justified by 
the belief that “Social progress and individual freedom 
interact; each is essential to the other."*® As essential 
objectives of the schools, this report included both civic 
responsiblI Ity and self realization.
Indeed, each objective was essential to the other. As 
mentioned earlier, the study of the problems of democracy In 
schools was seen as beneficial to the future strength of 
democracy. At the same time, this sort of study would aid 
the individual by opening the mind and training the ability
of reason. The. Unique Function of Education In American 
Democracy is again 111ustrative;
Education does preserve and spread knowledge 
appropriate to the solution of specific problems, 
insti11s the disciplines assential to the acquisition 
of knowledge, describes the points of view from which 
problems are discussed, sets forth the assumptions and 
imperatives on which solutions depend, and in the 
classroom, illustrates the spirit and procedure in 
which knowledge and reason are applied in coping with 
the adjustments of ■society..*6
Thus, the general not ion that the dominance of 
progressive education In the 1930's implied only an 
education for the needs of society at the expense of 
developmental education does not seem to be warranted. 
Certainly, in the 1930's less emphasis was placed on the 
study of classics and foreign languages, since they were not 
seen as socially useful as perhaps some vocational courses. 
But as the above examples show, the notion of social utility 
did not necessarl1y exclude education for the intellectual 
development of the individual.
THE Ef££CI Hf CHANGING PBRCBP110MS
The perception that students needed to have reasoning 
and problem solving capabilities became popular in the 
1930's as a result of.the depression. As the nation moved 
closer to war, however, the attitudes of the educators began 
to affect this perception. In other words, the perceived 
threat to democracy made educators rethink the schools' role 
in society. It was felt that the schools, 1 ike many other 
institutions should adapt to meet the needs of war. This 
adaptation meant certain changes were necessary. To better 
understand why the methods were revised, a closer look at 
the wartime percept ions of the influential educational 
theorists and commissions may first be useful.
The attitudes of the nation's educators is quite 
apparent in almost any relevant publication. The schools 
were thought to be of fund Importance in the war
effort--the consequences of war would be even more severe if 
the schools did not act ively part icipate, h M & L . E&11.C.Y lac 
American Schools, pub)ished by the Educatlonal Policies 
Commission exemplifies this. The first paragraph reads, 
"When the schools closed ©h Friday. December 5, they had 
many purposes and they followed many roads to achieve those 
purposes. When the schools opened on Monday, December 8, 
they had one dominant purpose--completef Intelligent, and 
enthusiastic cooperation in the war effort. The very 
existence of free schools anywhere in the world depends upon
the achievement of that purpose.M^  Another document by the 
Educa t i onal Po1i c i es Comm i sslon. 1111ed, What the Schools 
Should Teach in Wartime, serves as a further example. “With 
some exceptions and uncertainties,”.''It stated, Hthe 
secondary school must be f>r imarl ly a school for w a r 18 
Clearly, the schools were riot to have a passive role in the 
war effort.
Because of this attitude, the schools had to do more 
than adapt; change was necessary. The Educational Policies 
Commission stated, ’To expect that the secondary-school 
program can be retained substantially as it was, with 
superficial additions here and there to acknowledge the fact 
that the United States is engaged in a war of survival, is 
to avoid real i ty ,
the necessity of change affected all areas of the 
curriculum. The National Educ t ion Association's Wartime
HanateQK fan.IfluftaUQfl speci f led how nine di fferent
curriculum emphases could adapt to the war. included in 
these were science, mathematics and geography. In addition, 
however, entirely new courses were recommended to better 
serve the wartime needs of the country. One especially 
clear example was the cal 1 for preflight avlation training. 
In response to the needs of the Army and Navy for candidates 
for air cadet training, the handbook recommended, 
'‘specialized courses in pref 1 ight aviation to boys that are
quaJi-f l-ed;*.^Clearly, the schools intended to do whatever 
was possible to help the cause.
That these changes and adaptations were intended to be 
temporary is somewhat significant. The Educational Policies 
Commission noted, "Every effort should be made, after 
immediate and genuine emergency demands are met, to continue 
the normal educative process at full efficiency. A 
similar comment in a different publication notes that, "The 
program for education in wartime, as presented In these 
pages, is not, in some respects, a. program that' we would 
favor in peace. These views, however , disappeared as the 
war progressed. The importance of this more permanent 
effect of the change will be discussed in a later chapter.
There can be little question that the schools were 
willing to change to become a part of the war machine. What 
is not yet apparent is how this effort affected the 
progressive notion of social meliorism, and more 
Importantly, how the student's education differed as a 
result. More than any other curriculum area, the social 
studies are best suited to demonstrate the change in this 
regard.
Just before the war, education for democracy meant 
enhancing the critical thinking skills of students. The 
social studies were fundamental in this regard. During the 
war, however, this was de~emphasi2ed. There were two 
important reasons for this. First, critical thinking
education demanded time-time to examine and contemplate 
problems and reach solutions. Such an education was not 
seen as efficient in wartime. The time would be better 
spent in more useful and practical educatI on, such as a 
prefiight aviationtraining course.The second reason for a 
de-emphasis on critical thinkihg during the war was that it 
was perceived as threatening to the social order. In 
wartime, a government" needs as much support as possible, an 
examination of its problems was not seen as supportive and 
in fact, dangerous.
The neglect of such problem-solving techniques is seen 
In almost any wartime NEA publication. For example, in 
out tining some general pol icies, one subsection of an NEA 
document titled, "Quick Decisions'*- Instant Action," states.
We must learn, first of all, to speed up the tempo of 
our decisions and in education. Properly
accustomed to reaching decisions only after extended 
discussion, longtime research, and matured reflection, 
education cannot now operate at the peace-time pace.
The necessity for prompt act ion requires...at every 
point the loyal, Intel Iigent, enthusiastic cooperation 
which marks the good soldier.^3
In wartime, the understanding of democracy no longer 
required a critical understanding of i ts problems. As the 
NEA-3 Wajr U lIie.-Handbtf.QK i 1 lustrates, one of the wartime goals 
of the social studies was, “the democratic way of life must
be understood and appreciated by a! 1 citizens of a 
democracy.H This was not a© surprising ad. "the:descript ion 
that folI owed.
There should be in elementary and secondary schools 
study of dramatic, i<ey episodes in the history of 
American democracy; biographies of men and women whose 
1ives have advanced or personified the democratic 
tradition; great documents in American history; 
contrasts between democracy and dictatorship; civil 
Iiberties; and the responsibilities and self 
disciplined as well as the privileges of citizenship.^4
Nowhere is It said that a key to understanding democracy Is 
an additIona 1 understanding of its problems.
This provides an interesting contrast with a document
published just before the war— also by the NEA. Educatior)
and the Defense of AnLerfca.n.ijemogrA£y states, “Education can
help to c 1arify the nature and goaIs of democracy fby
focusingl the searchlight of free and constructive inquiry
%
on those social and economic problems, which, i^f allowed to 
remain unsolved* threaten to disintegrate democracy from 
wi th i n ,
As these examples i1lustrate, the effect of the war on 
percept i ons regardi ng the role of educat ion , spec 1f i ca i1y 
the social studies, had changed prevailing attitudes as to 
the nature of education for democracy. The critical
thinking and examination of problem©, once thought to be 
constructive and conducive to a strong democracy, had in 
wartime become seen as destructive and threatening to the 
stabi i 1 ty of democracy. This shif t could not be more clear 
This new commitment to a wartime society had important 
consequences to the nature of social studies education, 
specifically, Its relationship to the individual.
— CHAPTiR M I -
CHANGE IN THE SOCIAL STUDIES CLASSROOM
Certain articles and NEA publications suggest that a 
change in thought had occurred as the United Stated became 
Involved , in the second wor ld war . These documents, however, 
do not Indicate the extent to which the change in thought 
had Impacted the classroom. This is a seemingly more 
important change, since it had a more direct impact on the 
student. Using textbooks as evidence, certain changes in 
the social studies classroom are made clear. The wartime 
role of the textbooks resulted in a new treatment of the 
reader as well as new content presentations. These wartime 
changes differed significantly from the nature of education 
in the Thirties, and therefore started a trend that would 
last for many years.
d War II apparently generated a feeling among 
educational theorists that the social studies classroom, as 
it existed in the 1930's, would no longer be suitable for 
the new wartime era. This feeling 1s exemplif1ed by the 
NEA's shifted emphasis, The study of America and its 
democracy was thus not the same in the 1940's as in the
1930's.
How can this shift be proven? To study the changed 
emphasis of the NEA proposals alone is not enough. The 
reason is simple. The attitudes reflected in the NEA 
documents show only that there was a shift In thought.
Exalted educational theories and NEA policy statements, 
however, are notoriously poor indexes to what actually takes 
place in the classroom. In other words, an apparent change 
in the thinking of educational theorists does: not 
necessarily Imply a change in what students were actually 
learning.
So the problem remains. Evidence is needed to meet two 
objectives. First, it must substantiate the apparent shift 
seen in the NEA's pub!ications. Second, it must show that 
what the NEA proposed actually filtered down to the high 
school social studies classrooms.
To meet these objectives, secondary level civics and 
history textbooks can serve as particularly useful tools.
If a shift did Indeed take place, then contrasting textbooks 
from the prewar and wartime eras should make this shift 
apparent. This, in turn, would show that there was support 
(from the publishers that produced the texts, the 
Administrators that chose them and the teachers that worked 
wi th them) for the new emphases pu t f orward by the NEA. 
Subsequent Iy, if this cantrast 1s cl ear and conelusi ve, it 
can be safely assumed that a change did actually occur in 
the classroom, Since textbooks were Important classroom 
materials.■
Textbooks are not perfect sources of evidence and in 
this light, two object ions may arise. One objection may 
pertain to the atffieu1ty in using them to form 
generalizations. It is Important to keep in mind that the 
1930's and 1940's were a turbulent period in the field of 
education. The future course of education was very much 
undecided, so just as various education journals reflected 
differing opinions, the same was true for textbooks.
Certain authors, for example, may have been more critical 
toward democracy than others, Therefore, when certain 
textbooks are cited as examples, the aim Is to demonstrate a 
general trend. In other words, although there is some 
diversity, a certain pattern is clearly recognizable,
A second objection to the using of texts as evidence 
per ins to the extent of their use. It is difficult to 
question the expanding use of textbooks throughout the
1930's. However, it seems reasonable to think that since 
events were happening so rapidly during the war years, the 
use of textbooks would dee!Ine.After all, throughout the 
war, textbooks were virtually outdated by the time they were 
published. For this reason, voices of protest arose 
concerning the use of textbooks in the classroom* A 1940 
study by the Harvard Graduate School for Education is one 
example of this. The study concluded, "a teacher cannot and 
should not depend solely on a textbook if he wants to keep 
the course abreast of current trends."26 if teachers and 
acfcninistrators heeded such warnings, the implications for 
the wartime use of textbooks would be obvious and using 
texts as evidence would therefore be a futlie exercise.
Indeed, the war seemed to jeopardize the extent to 
which textbooks would be used. However, much evidence 
exists to show that the use of textbooks did not decline 
during the war years. For example, an essay written in 1942 
concluded, "the situation at the present time stiit seems to 
be dominated largely by one basal textbook in each subject 
In the hands of each pupil."27 Similar support can I 
in other articles. One writer commented, MInstruct ion by 
textbook still remains by far the most common method of 
instruction In the social s t u d i e s . * ^  Thus, despite the 
rapid change in current events at the time, the textbook 
seemed to remain a dominant feature in the social studies
c i assroom
The conclusions of these authors need not be taken only 
at face value however. from an economic point of view, it 
makes perfect sense that the use of textbooks did not 
decline during the war* The publishers of these texts were 
at the mercy of the school boards and seiection committees.
In order to surv i ve and succeed, pub 1i shets were for ced to 
meet the wants and needs of the educators. This was true in 
the war period as it is today. An article titled, ‘Progress 
in Social Studies Textbooks,1! stated simply, “because of the 
financial hazard involved, publishers cannot afford to lag 
behind educational needs." The article continued. “The 
demand.. .must be there, else the book will not survive.1* ^  
All in all, the question of the extent texts were used 
during the war does not seem to be a valid objection.
Thus, with these objections noted, textbooks can 
provide a somewhat reliable source of evidence. Actually,
It is difficult to think of a better source.
Textbooks reflect not only the changing trends in the field 
of education but also how these trends were presented in the 
classroom,:;': To this extent, textbooks, as evidence, go a 
step further than NEA publicat ions. That textbooks can 
serve as a window into the classroom was recognized even at 
the time. One author wrote in 1939, "We should recognize 
the fact that In American educational practice textbooks 
virtually represent the curriculum.”^  Another stated 
similarly, “The textbook Is, in the last analysis, the 
sounding-board of our schools. In it are reflected the
practices of the classroom.1*^ Thus, with ail of this in 
mind, textbooks can be used with a clear conscience as a 
means of substantiating the NEA's attitudes and also 
demonstrating that these attitudes had indeed taken effect 
in the classroom.
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THE CHANGING ROLE QF SOCIAL gTIJftllS TEXTBOOKS IMTHE
Given that textbooks are legitimate sources of 
evidence, what can be expected of them to corroborate the 
claim that there was change in the social studies? If a 
change did indeed take place in the social studies
then a change should also be seen in the 
textbooks that were used at the time. Therefore, to shed 
light on this change, wartime textbooks need to be 
contrasted with those of the pre war years. A substantial 
difference in textbook presentation would suggest the 
occurrence of a shift in both attitude and actual classroom 
presentation.
Before examining the actual presentation of the 
textbooks, it may be helpful to first study how the roles of 
the texts changed from the Thirties to the Forties, since 
this change was responsible for the subsequent changes in 
presentation. In other words, because of the war* a new 
role was assumed by the textbooks. This meant that the 
authors and publishers had to alter the style and 
presentation from that of the Thirties. It makes sens# 
therefore, to study the cause before the effect.
What was the role of the textbook in the 1930's? 
Unfortunately, there seems to be no clear answer to this 
question. It has already been stated that this was a 
turbulent time in the field of education. This question
seems to exemplify the situation! consensus as to the use of 
textbooks In the classroom was a rarity. Yet even despite 
the variance of opinion In this matter in the Thirties, a 
clear change can be seen as a result of war.
Judging by the apparent attitudes of the NEA before the 
war, it would seem the role of the textbook in the classroom 
would be very clear. As argued In the previous chapter, the 
alms of the social studies, according to the NEA, were to 
enhance reasoning and problem solving skills in students. 
Examining and discussing the problems of democracy was one 
way to serve this end. Since discussion techniques seemed 
the best way to develop understanding and Intelligent public 
opinion, the NEA emphasised the utilization of this 
technique. The role of textbooks, In this case, would be 
merely supportive. Since emphasis was on discussion, texts 
could best serve as reference books, providing background 
informal ion.
Indeed, there Is much evidence to support that this was 
the role the authors and publishers assumed. A 1937 study 
regarding this very topic examined the most widely used 
American school textbooks in history, civics and economics. 
The study concluded, "The majority of such books are merely 
factual— telling how certain events have happened or are 
happening, or what certain problems, theories and data 
are.*32 The study asked for a response from authors or 
publishers. One writer responded, “Textbooks appear to have
as their chief end the acquisition of informat ion rather 
than the development of si onifleant ideals and 
understandings which wl1 I make boys and girls better
ei tlzens,.'**'^  "
The above study and others suggested that a reason for 
this was the publishers profit motive. In an effort to 
please any possible buyer, controversial statements were 
avoided, leaving the text in what one critic described as a 
devitalized condition.^4 This same critic cl aimed that this 
nature of textbooks "ki 1 I s any incIination on the part of 
the student to draw hi a own conclusions.” Thus, they could 
best be used as reference books or “sources of information 
for students whose Interests have already been aroused in 
the subject by the use of more vivid and timely 
materials....
Other studies, however, claim that the textbook 
occupied a more prominent posttIon in the social studies 
classroom. A study in i940 argued that.."The textbook has 
probably exerted a more direct and ©xtens ive i nf1uence upon 
the social studies curriculum in the United States than any 
other single factor."36 Sltnllarly, a significant Inquiry 
made by the National Society for the Study of Education 
maintained that, “the work of the typical American 
classroom, whether on the elementary or secondary level, has 
been and Is still characterized by a lifeless and
perfunctory study ana recitation of assigned textbook 
materiaI s. **37
; Thus, ol the above studies* there seems to be debate as 
to the extent the text boot? was used in the classroom. Was 
I t ; a supplementary tool or dia it have a more a c t i v e  role? 
Sti i1 another study.made before the war , concluded, “The 
modern ft exthookJ author conceives it to De his duty to help 
the child to learn, not merely to present a body of 
i format ion,f* The study went on to comment, “there is 
general agreement that a s o c i a l  studies text should not 
present merely informat Ion but should aid in. inculcating.a 
higher sense of civic and social responsIbi1ity. ' This 
view would suggest that textbooks might, better aid the 
teacher by presenting important problems and appealing to 
the reason ing power of the students. This, In turn, wou l d 
better supplement discussion techniques.
The authors of one popular text of the time,
Stales In the flak I no. showed in the preface that their book 
was more than a mere presentation of facts. “It is the aim 
of this volume to give the pup!l as complete an 
understanding as possible of the problems which have 
confronted and which still confront this country, arid thus 
to contribute to his training as a future citizen." It was 
later noted in the preface, "We believe that the textbook 
should offer ways and means of deepening and broadening the 
pupil's grasp of the subject,
Another pre-war text was geared toward the same end*
The publisher of 3MJ£££Q£CLJS^^ text s
arrangement] subordinates memory and develops the reasoning 
power of students by encouraging them to think of history as 
a i iving force affect ing our own .times,'"40
Apparently, the only possible conclusion that can be 
drawn is that the role of textbooks in the !93Crs was 
confused and inconsistent. As the United States entered the 
Second WorId War, however, the confusion seemed to 
disappear, and a definite pattern began to emerge* Whatever 
the role of textbooks before the war, the main objective 
during the war was to have an active hand in educating for 
democracy* Whereas before the war, this was the fund ion of 
the teacher and discussions, it became fashionable during 
the war for textbooks to insure that students were being 
educated for democracy. This was the new role for textbooks. 
Significantly, the meaning of ’'education for democracy" 
seemed to change as a consequence.
Because of the war, the development of the individual 
became of secondary importance to the needs of the country * 
Before the war, reasoning ski 1 is were taught through the 
questioning of democracy and its inherent problems. Students 
would consider issues and possible solutions. This was 
considered "education for democracy" since the strength of 
democracy depended on intelligent, aware, voting citizens,
During the war,however , this '‘educat ion tor democracy'
came to be perceived as *educ a tlon against demon racy.
Discuss1ng the probIoms of democracy seemed dangerous at a 
time when the threat aga i nst i t was per celved as ver y tea I.
Democracy, because of the crisis, needed loyalty and 
support, not a scrutiny of its problems. Thus, a new 
'education for democracy'1 began to emerge. The goals were 
the same as before, namely, a supportive pub I1c , but the
means were seen as less dangerous. Students, rather than 
examining the faults, would be shown the virtues, of their 
democracy. The new method was somewhat of a shortcut, but 
seemingly more appropriate in wartime.
Never t he Less, desp 11 e this u onsequenee, t h i s n ew role 
meant that if textbooks were dull presentations of 
information before, they would become more emotional appeals 
for support; if they were more oriented to the development 
of reason through the examination of problems, they became 
more biased and one sided, Evidence of this new function 
will emerge when the effects of the changed role are 
analyzed. Suffice to say now that the new role meant new 
presen ta t ions-~pr esent a U  ons that woui d affect the 
treatment ofboth the reader and the content,
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for democracy" that can be seen In textbooks Is an entirely 
new treatment of the reader. As ai gued in previous
chapters, the needs of a democratfc country , namely 
supportive and loyal citizens* overtook the importance of 
well educated students, in the Thirties, the NEA, In 
outlining the purposes of the social studies, placed as one 
of the pr1mar y ob ieclives the i ndi vidua t studen t s se i f 
realization, This meant that the ‘full development of the 
individual was of supreme Importance," With the coming ot 
war, however, -Givic 'responsibility became increasingly 
emphasized. This can be clearly seen in the new treatment 
of the reader by textbook authors.
The most important difference in the treatment of.the 
readers was a new conception of the placement of the student 
in the socfa 1 order. In other words, textbooks began to 
treat students as active citizens, as opposed to future 
citizens. Curing the war, the actions and attitudes of the 
students began to matter. That this was not the case prior 
to war may seem somewhat surprising, but apparently true.
The journai, Social Educat ion , pub1 ished an ar U c 1e in 
1937, that corroborates the point. "It is unimportant what 
judgments students make of current events in the years when 
they wield neither the power of action nor that of public
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opinion. It Is of major importance how they are trained to 
arrive at the judgments on which they will be acting twenty 
years from now.1*41
Evidence that this was the attitude of textbook autnors 
as well, can be found In prefaces of pre war textbooks. A 
previously mentioned; text book, The United States in tne
MaK i no * s ta tes 1n ito pr ef ace t he importanee of hav i ng t he 
student understand the nation's problems as a means to 
“contribute to his training as a future cl t i zen .";4? 
Similarly, the material presented In The Story of Qur
ftepub1ic is said to be important to the "citizen of the 
f u t u r e . "4^ These views seemed to express a larger opinion 
that students needed to develop intellectually before they 
become considered truly active citizens.
Thus, when cons i det ed in terms of the intent ot the 
social studies at the time, the views are not at all 
surprising. The consideration of students as future 
citizens merely emphasizes the attitude of the NEA 
concerning the importance of developing reasoning and 
critical thinking skills. As might be expected, then, the 
wartime consi derat icn of the reader as an active citizen 
reflects the revision in the attitude of the NEA.
This new consideration of the reader is evidenced in 
several ways In the textbooks. Perhaps the most obvious is 
in the introduction or preface of a text. Pur free Minds* 
textbook first published in 1941, serves as a excellent
a
example. The foreword begins, ‘There are two jobs whi^ -h we 
of the present generation will have to undertake: one is to 
help defeat the new forces of barbarism that are threatening 
such civilization as we have achieved; the other is to find 
our American way of carrying through the economic, political 
and social revoiut 1on that i s "sweep!ng the wut 1 d.1 1 Note 
the reader is treated as a part of the current situation. 
This is even more clear in the concluding remark of the 
foreword, ’‘This book has to do wi th--ci ar i tying our minds and 
disc ip 1 In i ng our wi1 Vs for the war k ahead of us.“
Textbook authors, because of the war. gave students a 
current, active role, as opposed to a role strictly 
confined to the future.
This same change can be seen also in more subtle 
alterations In textbook presentation. In other words, that 
the student also had an obligation as a citizen was 
expressed several ways by the textbook authors. As the 
following examples will it lust rate.«-what the student saw in. 
the textbook was often no different from the role adults 
were encouraged to play.
frequently, textbook authors expressed the notion of an 
obligation to students in terms of an acceptance of the 
conditions at the time. This might include extensive 
presidential powers, higher inflation, rationing and so on. 
In the text. American Government. all of these issues are 
discussed in the first chapter of the book titled. “Winning
the War*" For example, students are taught how to prevent 
Inflation in a series of paragraphs, each with a heading 
such as “Save, Don't Buy!H and *Buy War Bonds!
A very, simitar presentation is made by Ryliis Alexander 
Goslin in his textbook, AmericanJ3emQcracvlQdav and 
Tomorrow. In this case, an appeal is made to the reader bv 
presentIng a ser1es of i1 lustrations with the simpl«» headlng 
"More of These" which is followed by photographs concerning 
“ Government Regu I at i on, ” ° Taxes, ” and " Armamer t Mater 1 a 1 s ." 
On the opposite page is a series tit led “Less of These' and 
followed by corresponding photographs depicting “Free 
Enterprise,“ "Prof Its," and "Consumer Goods." These 
examples show how the students were considered as active 
citizens. Before the war, ouch issues might hav* been 
questioned. . During- the-war, students were taught .to accept 
such conditions as part their obligations as citizens*
The students obl igat tons as citizens extended beyond 
the acceptance of existing conditions. Textbook authors 
made sure that the students understood the nature of the 
threat as well. One book, p^^Qcrac  ^-*nd Its Competitors, 
was devoted solely to this p u r p o s e . O t h e r  books used 
chapters, or sections of chapters, to discuss the threat in 
hopes of 'clarify ing the possible consequences of defeat and 
the necessity of strict home front conditions. Examples of
specific presentations will be given later.
There are additional examples of how textbook authors 
responded to the new priority of civic responsibility. As
aduits learned to recognize enemy propaganda, so too did 
students* Several pages of Harold Underwood Faulkner's The 
Amerjcarf Way of Life, illustrate that the textbook assumed 
this role as well. Included in Faulkner's analysis are the 
dangers and e f fect\veness of enemy propaganda A text 
1111 ed, > 1 a further V-1
evidence. In a chapter ti t led "The popular Process in 
Government * devotes seven pages to propaganda. Included in 
this chapter are subsections titled. “What is Propaganda." 
"The methods of Propaganda,"and "Propaganda and the 
€itizen.rtS0
The attention paid to this subject was quite extensive 
in:comparison. to pte war textbooks. The 1940 edition of 
Mat I ana 1 Governments an a In ierxmiazAi-l'jt lallaas. for 
example, has this, and only this, to say about propaganda, 
"By stories and editorials which appeal to the emotions, a 
nation can be made to believe that war is a moral duty.
In this case, no attempt was made to identify enemy 
propaganda* or understand the threatening implications 
associated with it. On the other hand, a wartime edition of 
the same text, devoted far more attention to methods of 
identifying and combatting enemy propaganda.
The notion of citizen obligation took a more act i ve 
form as weili the student was encouraged to actively
"i: ■ ■■■ ■ ■: . : ■ ■.
participate in the war effort. Accepting the existing 
conditions, understanding the threat and recognizing enemy 
propaganda were important obligations. However, equal 
emphasis was placed on active participation.
National, Governments and Jnternat Lanai Re Lallans serves 
as an excellent example of this as well. In the 
introduct ion of the text* The author states, "To wifi the 
war , atl must work men women and children; and we must 
supply the army and navy with more tanks, ships.and p!anes 
than the enemy have. Hen must, for the duration of the war, 
work longer hours; women must operate tools with more speed 
than knitting needles; and children must do their bit when 
not in school
The specifics left out in ILali.oaaL^ were not
ignored by the author of , Steatite..JtlKL.OtfflQcr&CX. an 
activity book used in schools during wartime. The book 
explains, in some detail , certaln activities that would help 
the cause of democracy, or in the words of the pud!isher, 
“nelp lead in the fight to maintain democracy." In addition 
to helping "How to recognize the enemies and saboteurs of 
democracy,*1 the book also offers, "How to answer accusations 
against democracy,, and “How to act effectively for 
democracy i n your ifiwiedi ate circle.'* ^  The reader i s thus 
given a definition of democracy and taught the dangers posed 
by the enemies overseas whiis constantly encouraging not 
only support and loyalty, but also action.
Before the war. the students were treated as future 
citizens only. This changed during the war and students 
were encouraged to participate doth by support and action as 
though they were adults. This however does not mean that 
the future obligations were neglected. Students learned* as 
they did before the war* that the future was in their hands. 
Of specific importance in this pursuit was an understanding
'dt:'V;the.; role of he united States a'iter; the war. as a vor 1 d
leader.
In textbooks published during the war. examples of this 
abound. Chapters like, “The United States as a World 
Power*1' and “The United States Realizes its Duties as a 
Leader in World Affairs” and “Bases for a 1astIng peace,“ 
were not at all uncommon. Frances Fitzgerald in her book 
Ameriqa Revised concludes that the emergence of such 
chapters was the beginning of a new emphasis on foreign 
poiicy in textbooks that would iast unti1 the mid 
S e v e n t i e s . P r i o r  to the war. topics concerning foreign 
relations, even WW1* were mysteriously absent from the 
textbooks. With the war then, students learned the 
importance of U.S. particlpation in world affairs. Since 
the war, there has been little question that, the U.S. plays 
an important part as a world leader.
The new role assumed by the textbook authors and 
publishers during the war affected the way the readers were 
treated in terms of their obiIgation to the community,
nation, and world. This change in presentation seems to 
corroborate the shift in emphasis of the social studies.
The students' obligati ^  as citizens were stressed at the 
expense of objective of self realization or development of 
critical thought. The new attitude of the authors regarding 
the reader is evidence that civic responsibility began to 
emerge as a priority as a result of the war. That it 
necessariIy took the place of cr1t iea 1 thought can be seen 
in the new presentations of content.
NSW CONTENT PRESENTATIONS
The study of how the presentation of content changed In 
textbooks Is Important since It, like the new treatment of 
the reader, has implications on the larger shift in the 
social studies. As noted earlier In this chapter, the 
importance of textbook examination is that textbooks reflect 
what was happening in the classrooms. A significant 
revision iri the content of wat time texts wou i a reflect other 
changes in the social studies classroom. Apparently the new 
treatment of the reader in textbooks imp 1 led a hew emphasis 
M t h e  not ion of ci vic responsibi1ity . If cr it ical thinking 
was deemphasized as a result, then it too should be seen in 
the textbooks.
The content of wartime textbooks indeed seems to 
support the content ion that critical thinking was a casualty 
of war. Considerable evidence of this is seen in the 
rVar.loys..'new presentations of information and signi f leant 
revisions that altered the tone of the textbooks.
The change in presentations took many forms. Perhaps 
the most glaring feature of social studies textbooks that 
were published during the war was the depiction of the enemy 
ana the nature of the threat. As has been discussed» the 
role of Thirties textbooks apparently was to present 
information as free from bias as was possible. This was 
important to make the discussions in class productIve,
4*1
keeping the students opinions and decisions free from 
outside influence. During the war, however, the depictions 
of the enemy were anything Out unbiased.
In the 1940 edition of nffisnte.jiad
International Re Iat i ons clearly illustrates how the unbiased 
presentations were replaced with “patriotic** ones. In the 
pre-war edition, a chapter titled “Hitler and the Nazis,* 
includes a subsection titled, “The accomplishments of 
Hitler." This subsection is remarkably unbiased in its 
presentation. The accomp! i shment3 of the Hitler regime are 
presented in  1 1st form, “The Hitier regime." began the 
aection* “Revived hope for  Germans and developed 
enthusiastic patriot ism among the youth , reduced 
unemployment, built ex tens!ve paved roads,  made the s t r e e t s  
clean and free from beggars, b u i l t  many new homes, and sent  
Christmas baskets to three mill Ion German homes.^ Indeed, 
this section portrays Hi tier as the hero to his country that 
he was, regardless of common American opinion.
However, changes came with war. A revised edition of 
the same text was published in 1943. The chapter,"Hit1er 
and the Nszis..,“ is very much the same except for the 
subsection mentioned above. .'“Hitler's Accomplishments*' was 
deleted entirely and replaced with a subsection titled. 
“Hitler's Idtal1 A German Dominated Wor’d.“ Hitler was 
portrayed as anything but a hero in this section, In fact, 
the final sentence of the sect ion reads, “he usual 1y signs
SE|S ;non~aggress 1 on pacts before pouncing ebon his victims.” 
This sort of revision seems to be more the rule than the 
exception. With war, depictions of the enemy became 
increasingly prejudiced.
In a book t itl eo Our Free Minds. pubiished in 1941, 
H.A. Overstreet describes Naziism in the following manner.
Nazism is a peculiarly perverted, short-ranged view of 
human nature. It is as perverted c*nd short ranged as 
the view of ancient pedagogues who, for their own 
convenience, instilled knowledge with a rod. Nazism is 
fatal Iy presumptuous becaust it assumes a knowledge of 
human impulses and aspirations no mortal can have, and 
a control no mortal should possess, And so, In the 
long run, it would seem, Nazism must go the way of 
death, since it denies in man that which is the way of
Ute.5?
Overstreet's description of Nazism seems partieslarly 
fatalistic especially given the success of the Nazis by 
1941, when his book was published. A more common 
presentation, but one no less patriotic portrays the enemy 
in a more threatening light. Dwight Lowell Dumond
exesplIfles this in h Is book h imtPOf-JB! Ult Jinl Atfli. StftUa.
1 shed In 1942. Note the rhetoric used in the following 
ijjpeage. "The dictators who were grinding their own people 
those of neighboring states under the heel of tyranny, 
not hesitate to destroy, by every means in their
power, the greatest democracy of all time'®0 Similar
t m t m l G  was 3§aln used in Na t i m a L .CtoyjtcnnurntS.and
InUl.aaU.QIi^l JLelAliyiiS. The second chapter of this book 
begins with the simple statement, 'Whether we approve of war 
or not, in order to survive we must crush the brutal forces 
that seek to enslave the world*'^9
The techniques of these authors seems clear. By using 
extremes and strong adjectives, the war and its implications 
are made especially clear. But the approach should not be 
particularly surprising. Outside the schools at the time, 
Americans were being bombarded with propaganda In the forms 
of posters, pamphlets and radio. The techniques were 
similar and at times indistinguishable. Indeed, at times 
the textbooks seemed to cross the line from education to 
indoctrination.
Examples of this can be seen in the illustrations used 
in the wartime textbooks. When one pictures an American 
propaganda poster from WWI1 many images may come to mind. 
With the aid of hindsight it is easy to draw parallels 
between a typical wartime poster ana the photographs used by 
textbook publishers. It is no accident that the textbooks 
used Illustrations similar to the propaganda issued by the 
government throughout the war. for the textbooks it was the 
most effective and most efficient means of giving to
Propaganda-)ike pictures seemed to be used frequently 
i n textbooks. In a book by Baro id Fau iknet" t i 11ed \USUJU * 
later chapter In the book contains only three photographs. 
One Is a picture of a Nazi armored vehicle with the caption* 
“Hitler invaded Czechoslovakia, contrary to his promises, 
and put an end to the independence of this freedom loving 
nation.“ The second photograph shows women working in an 
aircraft factory. This caption reads, "Here are a group 
working on a dismantled airplane quite unconscious of the 
grease on their faces and fingers." The third Photo in this 
chapter is a triumphant scene of the Americans landing at 
Normandy.60 The similarities to nationai propaganda are not 
difficult to draw.
Harold Faulkner was not the only textbook author to use
this technique however. Frank Abbott Hagruder, in an 
aforement l oned text, AmgjciJia^ nfflfcnl a 1 so used photos 
closely resembling propaganda as well as illustrations of 
actual government propaganda. It is interesting to note 
that in the 1939 edition of his book the picture opposite 
the title page is of the National Monument to the 
Forefathers in the town of Plymouth, Massachusetts. This 
photo is not unexpected for the title page of a government 
class textbook. In the 1943 edition of *he same text, 
however, the picture opposit e the t it ie page is rep1seed
v with one that shows three U.S. bombers and is titled “Wings
iff
T ■ Sf Victory." The photo was provided courtesy of the Boeing 
|||rcraft Company and it not surprisingly seems more like an
advertisement than an 11 lustration for a book tc be used in 
a civics class.
It Is Interesting to speculate on the meaning of this 
revision. The meaning somehow seems to extend beyond Just 
the adaptation of the text to a war oriented theme. The 
"Wings of Victory" photo certainly represented a new role 
for the United States. No longer was the United States to 
be an inward looking nation, as was represented by the 
picture of the earlier edition. Rather, the role as 
technology leader and world power was assumed. The 
publisher's selection of “Wings of Victory" subtly expresses 
this to the reader.
In the first chapter of the same textbook, more 
examples of the same technique can be found. The reauer is 
exposed to several plctures--some showing the destruction 
at Pearl Harbor, others showing American Military weapons 
and factories, and still others show content citizens buying 
war bonds or receiving rationing books. The use of 
photographs in these textbooks provide a striking portrayal 
of the war and its Implications on the home front. There 
can be little doubt as to why these photos were chosen.
This technique seemed to help meet the goal of encouraging 
patriotism and loyalty.
When exaggerated depictions of the enemy and propaganda 
Hjke illustrations were not used, other means were employed, 
technique just as common was the use of contrast to make a
point. To best present the situation to the reader, the 
authors exp I aIned democracy us i ng much comparlson and 
contrast with other forms of government. This we versus 
they approach was very common in wartime textbooks and 
accompanied the use of the other techniques to present the 
reader with a very clear idea of democracy and the nature of 
the war.
The combination of the rhetoric and illustrations in 
war texts must have had a powerful effect. This we versus 
they approach often used both slanted rhetoric and striking 
illustrations. As with the other methods of presentation, 
the 1lne between education and indoctrination is fine 
Indeed, if existent at all.
The most vivid examples of this use of contrast can be 
seen in Earl S. Kalp's book, Democracv and Its Comoe11tors. 
This style of contrast is used throughout the book, but when 
Illustrations are used, the method becomes especially 
effective. The book consists of several plates, each of 
which has'two.-pictures— one showing an aspect of Nazism or 
Fascism and the other showing the opposite feature of 
democracy. For example, one plate shows American chiIdren 
running down a sidewalk. The caption reads, “Youth plays in 
a Democracy," Below this photograph shows columns of 
children carrying guns, presumably in Germany or Italy. Its 
caption reads, "Youth drills In a total ltarian state**61 The 
exaggeration makes the contrast abundantly clear.
in & plate corresponding to a chapter titled “The 
Press and Radl o ,“ the t op i 11 us t r at i on shows a newsstand I n 
an American city with the caption. “The press has the 
loudest vo1ce 1 n Amerlea,H while di rect i y be1ow is a scene 
of a convention apparently in an arms factory in Germany 
that states, “The voices of the big guns speak the German 
language.1' ^  This sharp contrast is a means for school book 
authors to provide an understanding of democracy and the 
enemies to democracy appropriately suited to the needs of 
war..
Magruder used this technique as well in the 1943 
edition of his textbook, American Government. A section 
titled “War Aims” is curiously placed in the foreword of the 
book. The section contrasts M their** aims to “oursM and 
clearly demonstrates the use of both exaggeration and 
contrast. Consider the following examples from the section. 
“Admiral Yamamoto said, /I am looking forward to dictating 
peace to the United States at Washington. “ Below this 
quotation is one from Church I11 and Roosevelt from the 
Atlantic Charter. “Great Britan and the United States 'seek 
no aggrandizement, territorial or other.'“ Several similar 
quotation contrasts are listed. Mussolini is quoted, “We 
wish to hear no more about brotherhood, sisterhood, cousins, 
and other such bastard relationships, because relationships 
between states are relationships of force.1 The rebuttal 
states, MWe have a Good Neighbor Policy towards other
nations: e.g. South Amertea, Canada, Mexico, and the 
Phi t ippines*11^
is interesting to speculate the placement of this 
sect ion in the foreword of the book. 11 coy id have jusl as
easily been placed in a chapter titled, ‘'Winning the War.'
In the foreword, however , the tone for the book seems to be 
set and the sense of urgency is more feetivel y conveyed to 
the reader. In tact, estabiishing a different tone to 
wartime textbooks was actively pursued by the authors and 
publIshers,
Frances Fitzgerald's toetxcAJlcvised. made a study of 
this effort by tracing the "ideological drift as it crossed 
over the subsequent junior-high school texts of the 
mid* century. Fitzgerald uses the best-selling text of 
Mabel Casner and Ralph Henry Gabriel as a case study. After 
considering the 1931 and 1938 edi t ions, Fitzgera)d examines
the central part of the book, the titles have changed, and 
these give a rather different tone to the book. Where once 
there were "problems' to 'challenge democracy,' there in now 
only progress: American Life Becomes Better for the Common
Man,' and so on." Fitzgerald continues, "In contrast to the 
final worrying# of the 1938 edit Ion, this book ends on a 
note of optimism concerning air travel
The same sorts of rev!si one are cl early evident 1n 
other textbooks as well. As Fitzgerald noted, curiously 
absent from wartime editions are chapters once so common 
concerning the problems of democracy. The Storv of America, 
published In 193? includes a chapter simply titled,
"Problems of Government.'66 Texts pub 11shed throughout the 
war such as Faulkner's U.S.A.■ titles took a much more 
triumphant tone! “American Government Marches on to Aid the 
Common Man."®7 There was seemingly nothing America could 
not overcome.
To make this apparent to the reader, the war editions 
stressed consensus, rather than conflict. Particularly 
exemplary in this regard Is the topic of the New Deal. 
Pre-war texts grant the existence of the significant 
opposition to its programs and policies. Ifta Unltlfl S.UtBS 
In the Making, pub!ished In 1937, includes a subsection 
titled, "Opposition to the New Deal."®® Corresponding 
questions and activities at the end of the chapter dealt 
with both the positive and negative aspects of the program. 
"Look over newspapers and periodicals and make a collection 
of cartoon for and against the New Deal," and, "Attack or 
support the developments under the New Deal,“ are examples. 
Similarly, the 1938 edition of A New Nation notes the 
significant opposition. A question posed at the end of a 
relevant chapter asked, "What were the causes of rising 
opposition to the New Deal Program?"®^
As expected, the wart ime edi t ions make litt ie wentI on 
of the conf1 Veting views, to answer quest ions at. the end of 
the chapter-students needed to consider only the positive 
aspects of the New Deal. In U.B.A. for example* students 
are asked, -is there any evidence that Roosevelt's New Deal 
was papular?"70 The sense of consensus was in such ways 
instilled in the students.
The tone of textbooks changed In another significant 
way. Not surprisingly, war was glamorized in wartime 
edit iohs* This was something spec1f ica1 Iy avoided in 
pre-war textbooks. A I93S study concerning textbook 
selection, included in its criteria for selecting a text* 
that it should, ’show how civilization has progressed by 
turning from mi 1itary to civil methods,M and advised that, 
in the textbook under consideration, “military events should 
de held to a minimum.1171
These were hardly attributes of popular books in
wartime. In a section of ImSLism.fiaxiOMraIt describing the
branches of the Uni ted States Army, each division is 
portrayed in a heroic manner, "There s thrilling action for 
gunners, drivers, radio men and mechanics in the Army s 
tough armored divisions." Similarly, in describing the 
infantry, the author notes, "Eleven different weapons give 
deadly firepower.1,72 It stems almost needless to say that 
this section did not even exist in the 1939 edition.
The change in specific presentations and general tones 
of wart l me textbooks co l VecMve i y suggest that or it l ea \ 
thinking was not a top prlority in the teaching of high 
school students. Between these revisions in content and the 
new attitude toward the reader, wartime textbooks suggest 
that the war brought change to the social studies. The 
effect and meaning behind these changes cannot be 
understated.
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--CHAPTER J V - -
THE LONGEVITY OF THE CHANGE
Thus far, it stems apparent that the war had affected 
the social studies in two ways. The first shift occurred at 
the level of educational theory, as seen in various articles
and NEA policies. A second, more tangible chance took place 
In the classrooms, as evidenced by alterations In textbook 
presentation. These two factors resulted in a reduction, if 
not elimination, of the discussion and analytical methods 
that were used in the social studies classrooms before the 
war .
One important question however, remains to be answered, 
Was this Shift natural for the time and circumstances?
After all, the war had brought changes to several 
institutions. Government became larger and ever more 
power ful, i ndustry adapted by produci ng ammuni t ion r ather 
than automobiles, and so on, In this light, the relative 
changes in education would be less questionable, and the 
consequences less dramatic. However, the lasting nature of 
the changes imply that the new commitment and its 
consequences affected more than just the schools and 
students of the war years. Therefore, the logical 
conclusion is that the social studies curriculum had not 
just adapted for war, it had changed for a whole new era in 
history. For this reason, the Implications and consequences 
of the shift in social studieseducation become even more 
significant in the history of education.
Indeed, social studies education In the post-war era .
was remarkably similar to that during the war. This may 
seem surprising considering that nazilsm and fascism were no 
longer threats to democracy, and wartime conditions, such as 
rationing and price controls no longer required 
justification. But, In fact, several factors explain the 
longevity of the shift. Of these, the nations pride and 
egoism in the aftermath of war was prominent, as was the 
popularity of the new life adjustment movement and the 
emergence of a communist threat. Taken together, these 
factors explain the longevity of the changes In social 
studies and the extension into the post war years.
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THE EXTENSION Of PATRIOTISM
One of the goals of the social studies In wartime was to 
foster patrlot ism and Instill loyalty In the students. The 
NEA stated this explicitly. "Such loyalty as Is desired in 
a democracy in wartime can be developed by the schools."
The document explained that one way to pursue this was 
through "a judicious, sincere, and dignified use of 
symbolism, pageantry, and music to express those Ideals
which students have been taught to understand and 
practice."7* Apparently, the end of the war did not bring 
an end to this objective. The patriotic appeals extended 
throughout the postwar years.
An article that appeared in '1948 titled, "Maintaining a 
Balance of Important Values," seems to exemptlfy the feeling 
of many educators after the war. As quoted in the article, 
it was felt, “In this period of conflicting ideologies, our 
first task is developing in our pupils a passionate and
intelligent devotion to our American way of life. 75 Thi
quote seemingly could be found just as easily in a wartime 
education journal article! the priorities were essentially 
the same. To be fair, the article also acknowledged the 
need to avoid teaching "our pupiIs to accept uncritically 
the social and economic imperfections of their society. For 
our vitality as a nation lies in our freedom to think and to 
work as free Americans...,"7® Equally important of note,
however, is the tendency to treat critical thinking and the
study of the problems of democracy as of secondary 
Importance--an afterthought. Note the final message of the . 
article. “We must not. In the face of our glorious past and 
our stirring hopes for the future, allow our pupils to 
develop cynical and defeatist attitudes."77
The above article seems to be an especially reliable 
source of evidence concerning post-war attitudes since the 
textbooks of the era corroborate the trends. The article's 
conclusion, “We must not... allow our pupils to develop 
cynical and defeatist attitudes," was certainly one heeded 
by the textbook publishers. "The Textbook in Post-War 
Education" was an article written by the Executive secretary 
of the American Textbook Publishers Institute in 1946. 
According to the author, "the Importance of the contents of 
the books is shown by the care that is exercised to see that 
undesirable material is eliminated .'and that desirable 
material is Included."7® Apparently, the textbooks 
responded in no small degree.
The response of textbook authors And publishers usually 
took several different forms. Certainly, undesirable 
material was elIminated. Prances Fitzgerald noted in 
AtMClCA.JBsylaid. that the i960 edition of Casner and 
Gabriel's popular textbook gave the Impression that, "there 
are no more bad people or bad social conditions.*79
Similarly, the government in Nagruder's 1948 edition of 
antclsio,-flaycnffltnt has seemingly solved every domestic
social problem. Veterans benefits, soe1 a 1 insurance. 
employment services and child welfare are all topics that 
dominate the first chapter titled, "Winning the Peace." One 
subsection of the chapter titled, "The Union has Given Us a 
Land of Abundance," Is especially exemplary. The 
corresponding Il lustration Is Norman Roekwe11's painting, 
“Freedom From Want," that depicts a large faml1y sitting 
down to a full dinner.00 The problems of the depression had 
all but disappeared.
The other side of the same coin is also evident In the 
post-war textbookswhile the nation's problems were often 
overlooked, Its achievements were significantly high!ighted. 
Turning again to Magruder's 1948 textbook, the technological 
advancements were clearly stressed. Especially evident is 
the development of the atomic bomb. Two illustrations are 
used to portray the power of the weapon and thus the power 
of the nation. One chart almost proudly shows the estimated 
mortality at different distances from the center of an 
atomic explosion, The other compares the might of a 1/2 ton 
atomic bomb with a relatively feeble 10 ton bomb.
An equally popular theme concerning technological 
advancements that can be seen in postwar textbooks was the 
Improvement transportation and communication. The Rise of 
Our Free Mat ion, for example, usee nine photographs and 
charts concerning the commercial and ml 1ltary uses of 
aviation. American Government Includes a subsection titled,
"A Closer Union Through Transportation and Comnunication." 
Both this text and another post war text, The United Statesi 
American Democracy in World Perspective illustrate how the 
world is contracting due to Improved transportation 
technology . The improvements in communlcat ions and 
transportation provided an effective means to instill pride 
and patriotism.
The above examples are significant in that they 
demonstrate how the United States was presented to the 
student. As was the case during the war. the faults and 
problems were avoided and triumphs were highlighted in an 
effort to form a patriotic consensus and positive attitude. 
This sort of education for democracy presented through 
triumphant presentations and patriotic appeals had not 
disappeared with the war. Therefore, what seemed to be a 
temporary change to accommodate wartime needs became 
something of a more lasting nature.
A-N&W MOVEMENT?
The longevity ot the changes in soci  ^i studies 
education, can be seen^ in a carryover ot wartime values. The 
lonaevity of the change can also oe seen* somewhat 
ironicali y ♦ in the new movements that occurred in education 
after the war. it is .wide>.y agreed upon that the course 
education had taken after the war was toward life 
adjustment education'." Life adjustment education domlnatea: 
the post war education scene. But. aithougn it was a new 
movement. in t he i ast anal ysis, it. seems to dit ter littie 
with the social efficiency strand ot the large: progressive 
movement. ana tor that, matter, the ntr; ■education tor 
democracy" that .emerged as a result ot ’.wartime perceptions.
It would seem that the new I j feadjustment eaucat ion 
movement and the democratic education ot the war years were 
orothers born of the same father the src:ai et{:ciency 
mo/ement.
: . Herbert M. Kl iebara .stated in The St ruga_ie_lorthe 
American Curriculum. "In a per 1od when curr1cu1um 
concoct ions were being brewed on every side, it was life 
adjustment education that emerged as the sauce that captured 
the attention of the professional education community.
' This movement seemed to.emerge from; the teel mg that / the- T; 
nation's high schools could better serve the majority of 
pupils. Indeed, there was a reformist tone to the movement. 
The focus of schooling after the war was on the real
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problems' that faced students. But these problems were 
guite different than theJones that were attended to before
the war. One prominent educator, spec i flea some at these 
problems; ,4;gett ing along well with other bays ana curls, 
understanding parents, driving a motor car, ana enaaamg in 
recreational act; v: ties.**
: I n v i r tua i i y any del i ri 1 1 i on of "i i f e adjustmen t 
:eaucat i on:>. .two aspects  are c e n t r a l  : v o c a t io n a l  e d u ca t io n  ana 
c i t i z e n s h i p  e d u c a t io n .  W h ile  the o v e r a l l  c u r r ic u l u m  
eRpanded to b e t t e r  accommodate the v o c a t io n a l  needs, the 
s o c i a l  s t u d i e s  v i r t u a l l y  remained unchanged in p ro d u c in g  
c i t i z e n s  that would, f i t  w e l l  into', the s o c i a l  o r d e r .
li the changes brought oy life adjustment educatloh.:/wctr'iT.
■ not; r'eai i y.- changes at a i t ,1 at least as far as the social cili;; 
studies were concerned. Many, of the features of tne -new" 
movement can easily compared with what was seen in tne war 
years. According to inane Ray i tch, the purpose was to 
oh aage ' students a 11 1 1ude s : and be hav f or t c .c on form. to i . 
social norms. The ideal was the we!\-ad«ustea student, who 
was prepared to live-effeet 1veiy as a worker, a home member. 
and a citizen,’*^ The slmil ar i t i es with wartime aims are 
obv i ous.
If the aim ot life adjustment education was a more 
efficient education, or one with a more functional return to 
both the student and society, tnen the social studies 
curriculum that emerged with the war was well suited to meet
the post war aims as well. After ail. the wartime aims of 
the social studies were all geared toward social efficiency. 
Everything taught in the secondary schools.in wartime had to 
oe as directly beneficial to the war effort as was possible. 
The fiducatIona 1 Poli c ies Commi ssi on wrote 1n 1942. *Wi thout 
abandoning essentla! services of the schools, appropriate 
war duties of the schools should be given absolute ana 
immediate priority in time, attention, personnel* and funds 
over any and al i other activities.18^ 4 That which directly 
contributed to the war machine became most important. Thus, 
the social studies required little adaptation to meet the 
aims of life adjustment education after the war: citizenship 
education was already firmly in place. Lite adjustment 
education simply built on the foundation that was set tor 
the war effort.
The popularity of the movement helps explain why the 
changes in the social studies enaured even after the war. 
Time magazine reported that schools in thirty-five of foity 
eight states were trying to implement at least some aspects 
of life adjustment education.8^ Nevertheless, criticism 
began to rise.
“The Conflict of Education in a Democratic Society” was 
one response to the type of modern education that emerged 
after the war. Of the criticisms raised, two seem 
especially applicable. First was the tendency to teach 
information rather than knowledge. The difference was that
the former tea to c o n fo rm ity  w h i le  the l a t t e r  ted to 
independent thought.  A cco rd in g  to the a u th o r .  “Our m i s s i c r  
here on e a r t h  i s  to  change our e n v iro n m e n t. not - a d ju s t  
o u r s e l v e s  to i t , ^  The second c r i t i c i s m ,  s i m i l a r  to tne 
f i r s t ,  olameci s c h o o ls  fo r  f a i l  Inq to equip the s t u d e n t s  v/:th 
'' that i n t e l  ! ectua'i power which wi n  enaole them to meet new 
- s i t u a r i o n s  ana so i ve new .prod 1 eras as they at i d e ^ ' I n a e e a .
the donate mat emerged was similar to that whirh occupied 
the soc i a i '..eft ici ency educators 'before the war*
TJucrv attack's too* tn e tr  . to! i . As the P r o g r e s s i v e  
Ed uca tio n  A s s o c ia t  ion c.PEA) d i s s o l v e d  in .1 9 5 5 .. to ;  too a i d  
trie - c o r r e s p o n d  ng r i t e  adjustment mo v eme n t , Tn e ! at; ncn ; no 
of S p u tn ik  oy the R u s s ia n s  in drove the l a s t  n a * ; i n
t he mo v eme n t. •. s col t i n .  He v er t he i -e s s . l i f e  a a j  u 3 1 me n t was a 
very p op ular  n o t io n  from the m id - .Fo r't ies  through the car iy  
f l i t ,  e s B e c a u s e  of t h i s popu I ar i ty , and emphas i s on 
s o c i a i ; ! y  u s e f u l  e d u c a t io n ,  the type ot s o c i a l  s t u d i e s
edueation that emergea 'Dec*use.' ot t r, o '■ sr persisted
throughout the war years.
THE NEW THREAT TO DBttQCB&CY
Clearly, the end of World War II did not bring an «nd 
to the wartime goals and presentations of the social 
studies, The war had built the framework for which social 
studies education and textbook presentations would rest for 
the next decade. Actually, the simi1arltles between wartime 
education and postwar education came to be even more 
striking. While a sort of egoism was presented during and 
after the war, a wartime element that took time to emerge in 
the postwar era was the notion of a threatening enemy. As 
the fears of communism grew, the wartime and postwar notions 
of "education for democracy" became nearly impossible to 
distinguish.
Certainly, communism had emerged as a new enemy for the 
schools to conquer. To educators, this threat was as 
dangerous to the stability of democracy as was nazlism or 
fascism. For this reason alone, the style of social studies 
education could not afford to return to the pre-war methods. 
The means of educating for democracy that were employed in 
wartime were thus essentially the same even after the war 
had ended.
Frances Fitzgerald, In examining Casner and Gabriel's 
popular text, noted how the threat was portrayed to the 
reader. In the authors' effort to contrast the evils of 
coimminlsmwith the benefits of democracy, Fitzgerald 
cbncluded,
66
In this section, one is told that "Russia* is a police 
\State;, where "the leader of the Communist party has 
absolute power over .».every 'person.Russia, one 
learns, is a "fake democracy" and a "  fake republic*-; 
worse yet. its Industry is geared not to the production 
ot television sets but to war production. In addition, 
one learns that Russia is tremendously powerful —  
perhaps even more powerful than the United States.,..®®
The perception of the Communist threat is thus presented in 
much the same way as was the Nazi threat several years 
ear lier,
The new emphasis on communism was so great in 
textbooks, that Frances F i tzger a 1 d wrote, " The tax ts of the 
early Forties had not portrayed the Nazis as half so 
aggressive, or the Second World War as half such a threat to 
the country."®9 According to Fitzgerald, the reason for 
this was that commun ism was seen as both widespread and 
invisible. Certainly another possible explanation is that, 
with atomic weapons, the stakes had increased since the war. 
Whatever the reason, the Soviet Union had replaced Nazi 
Germany in the textbooks. This was largely responsible for 
the extension of wartime education to the postwar era,
That this subst i tut ion of communism for fascism or 
nazIism had 1 nf)uenced the course of educati on shou1d not be 
at ai1 surprising. Indeed, it was a phenomenon that 
overtook the whole nation. Les Adler, in his article
Fascism! The Merger of Nazi Germany and Soviet 
Russia in the American Image of Totalitarlan ism.
1930 s-i9S0 m ," aattresses this very issue , As Adier noted. 
M Ameri cans transferred the Ir hatred for H i t i er *s Germany to 
Stai in s Russia wtth consi derable ease and persuasion,
As an i1 lust ration, Adler quoted President Truman, “There
isnt any difference in totalitarian states. I don't care 
what you call them, Nazi, Communist, or Fascist....u9* 
Victory in war therefore, did not ease the perceived threat 
to democracy and education, specifically the social studies, 
reacted predictably.
Communism was, in fact, seen In some ways as an even 
greater menace that had to oe dealt with. Educators, in 
response, perceived their role and that of the schools as 
one of ultimate importance, as had been the case upon the 
declaration of war. This perceived threat is visible in 
many articles and publications which reflect the educational 
thought of the time.
In 1947, an article appeared in The School Executive 
t i t led, “Good Schools: Front l ine against Ccmimunism.’* The 
primary Importance of the role to be assumed by the schools, 
as demonstrated by the article, is very much similar to the 
NBA att i tudes of the late Thirties. "Let i t be understood
at the o u t s e t t h e  article stated, “that freedom and the 
hope it holds for the future is well worth defending and 
that a spiritual and Intellectual bulwark must be erected
against Cowminlsm. Let It also fee understood that good 
schools are the first iine of defense against Communism.*^ 
As was the case at the outbreak of war, the role of the 
schools, as seen fey leading educators, was of fundamental 
importance to the security of American democracy. The role 
was the same as were the presentations in social studies 
classrooms, only the enemy was dlfferent,
Since this sort of education for democracy was not 
exclusive to the war years, the corresponding consequences 
cannot fee seen as simply affectIng only students of the war 
years. The type of education that began at the outset of 
war had endured through at least the mid fifties, and 
arguably much later. Thus, the consequences of the new 
to a democratic education cannot easily fee 
understated. The longevity of the change demonstrates that 
the new wartime emphases were more than just clreumstanilai 
The changes seem to suggest that an Ideoiogicai shift was 
taking place, not just in education, but in the nation as a 
whole.
--CHAPTER V ~
THE SHIFT AS AN INDICATOR OF A LARGER TREND
The change that took pI ace 1n the soc ia l studi es as a 
result of the war, and the 1asting nature of these changes# 
had affected the re)ationship between education and the 
Individual. But this change was important for another 
reason as well. On a larger scale, the changes in social 
studies foreshadowed the shifting attitudes of society. 
Tracing the roots of the attitudes of the consensus and 
conservatism of the Fifties is as necessary as a study of 
the attitudes themselves. Certainly, the new education for 
democracy had some effect on the larger political shift, tout 
the extent to which the schools contributed to the change is 
difficult* it not impose ito Is to assess. In other words, the 
presentat ions in the schools cannot toe considered a direct 
cause of the conservative shift. However, elements of this 
conservative shift can toe seen clearly in the schools of the 
early war years. If nothing else, the new role of schools 
and the social studies that came with war foreshadowed the 
larger conservative shift.
According to Godfrey Hodgson, two conflicting elements 
were key to the creation of the attitudes of the. Fifties';.
The first was a fear of communism and the second was a sort 
of national egoism. Hodgson wrote, "Confident to the verge 
of complacency about the perfectibility of American society, 
anxious to the point of paranoia about the threat of 
communism*-those were the two faces of the consensus mood.
Each grew from one aspect of the experience of the
conf idthce ftom economi c success, anx iety from the fear of
Stal in and the frustrat ions of power.,i9'3
These elements are often associated only with the post 
war years. This, after a!1, I© a logical association since 
it was the fusion of the two seemingly incompatible elements 
that led to McCarthyism. Hodgson wrote. "McCarthyism 
transformed the issue of Communist subversion into a 
shibboleth of domestic political alignment. The effect 
of the conflicting elements was thus a quieting of the left 
and a new consensus regarding conservatism that ultimately 
character 1 zed the fifties.
Based on the presentations of the social studies, the 
conservative shift had its roots not in the years 
immediately following the war* but in the early stages of 
the war itself. Finding examples of confidence and anxiety 
in the wartime textbooks is no difficult task. Confidence 
was reflected in several ways, Perhaps most importantly 
however, confidence was seen in the neglect of Americans 
problems. The problems of democracy simply were no longer 
considered in schools. Rather, emphasis was on the might of 
democracy, the superiority of which soon became clear. The 
result was a conf1 dent. almost egotistical attitude. The 
industrial might and the dependence of the allies on the 
“arsena1 of democracy" were themes constant 1y stressed in
• -v:i; & . 'fe’:
textbooks. The reader learned that the problems associated 
with democracy were nothing compared to its qualities.
At the same time this confidence was expressed to the 
reader, the worries caused by the threat of the enemy were 
also apparent , Nazi ism and Fascism were constantly on the 
minds of educators and textbook authors. Examples of this 
are also abundant. A subsection of Magruder's text, titled. 
‘’Germany's Dream of a Nazi-Dominated World" is typical,96 
in this way of present ing the threat, a certain anxiety is 
apparent. A chapter of Casner and Gabriel's text Is titled, 
"The United States Fights for Its Lite and for a Free 
Democratic World.1’96 Thus while America s domestic problems 
were disappearing in textbooks, the void was fiiled with a 
new set of international problems. The paradox was clear, 
Somehow, because of the war, the fear of an aggressive enemy 
and the confidence in democracy became compatible in the 
American mind-set.
This anxiety and confidence paradox that emerged in the 
late Forties therefore should not be surprising. The fears 
of communism and the sort of hyper-patriotism that was 
personified by McCarthy had i ts start not after the war, but 
at the beginning of war. The communist enemy was different, 
but that was ail. The anxieties associated with a bi-polar 
and zero-sum conflict clearly began in the early war years. 
Similarly, the confidence associated with the power of the 
nation began not with victory, but with the dependence of
the allies on America's resources at the beginning of the 
war. These assumptions can be made based on the new 
presentations of the social studies. Indeed, the change in 
the social studies foreshadowed a larger trend: the 
conservative shift of the Ftfties.
CONCLUSION
the change that occurred in the .-social studies as a 
result of the war had clear Iy placed a higher emphasis on 
Civic responsldi iity education. The development of cr itical 
thinking and reasoning ski 1 Is was a natural casualty of war. 
In examining the period, two authors effectively summed the 
si tuat ion.
By the second world war, the Jeffersonian vision of 
democracy seemed tc many to be hopelessly idealistic; 
the more pressing need was for order, control and 
unquestioning patriotism. Citizenship education could 
no longer be entrusted to individual rationality, but 
must be shaped through inst itut ions- and here schools 
were to play a prominent role.^
The education for democracy that had emerged was 
fundamental Iy different from the democratic education that 
was striven for before the war. A reversal of the means and 
ends of social studies education had occurred. Before the 
war• democracy was used as the means to the end of 
strengthening the education of the individual. This was 
done by examining the problems and proposing solutions. By 
getting students to think about .the.problems, both the 
individual and society would benefit,
On the other hand, education during and after the war 
had reversed the ends and means. Before the war, democratic
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education was used to benefit the individual directly. The 
benefits to society were an indirect* though natural 
consequence. After the war. on the other hand, the benefits 
of society became a primary emphasis of sociai studies 
education. As a result, the Indoctrination of important 
values replaced critical discussion. in the tatter case, 
society was a natural benefactor; but intellectualiy weaker 
individuals were the price.
"It has been said that the question Is not what 
education can do for democracy but what democracy can do for 
education.' Indeed, the war seemed to confuse this 
statement by Mark Van Doren, an Important educator of the 
time.^8 The views of Van Doren are worthy of note because 
they were seemingly so rare. His was a voice.of concern 
regarding the course of wartime education. "Democracy 
cannot survive a loss of faith that the best man will make 
the best citizen. It certainly cannot afford to educate men 
for citizenship, for efficiency, or for use. its only 
authority is reason, just as its only strength is 
criticism.“ Because of this belief. Van Doren concluded, 
"CThe Individual] is always to be understood as an end, not 
a means.”
These views, however sign!fleant, were not widely 
accepted. Education had to adapt to the times, “Never was 
there a time when the profession of education carried such a 
heavy responsibility, never a better opportunity to serve
the nation;"^* Such perceptions of the " educational 
t heor l sts .in t h l s c ise, the Ha t i on a! Eauc at I on Assoc i a 11 on , 
were so strong that f undament a I curricu!um changes were 
seemingly justified.
Perhaps m  war. these changes were justified. However, 
the new commitment of education lasted long after the war. 
Critical thinking and reasoning sk.'i I 1 s aid not return as 
aspects of the social studies at the end of war. The 
longevity of the change suggests that tne changes in the 
social studies were more the part ot a larger ideological 
shift. Therefore. the changes In social studies classrooms 
become ai! the more significant in terms of the individuals 
■education.
The new ideology that affected the education of the 
lnal'vidua.1 was prevalent on a larger scale as well,. The , 
changes in the social studies reflected the coming trends in 
society. The similaritles of the conservative shift with 
wartime education are noteworthy. The combination of the 
feelings of anxiety and confidence that occurred in the 
schools during the war were later seen In the conservatism 
of the Fifties. Thus, the combination of these attitudes in 
the social studies foreshadowed the changes that were to 
come less than a decade later.
The relationship between education and democracy has 
long been questioned. Thomas Jefferson addressed the issue 
shortly after the revolution. How was education for
democracy to be pursued? The history of American education 
shows that the question had long gone unanswered. However, 
the war had justified a commitment to society. This 
commitment significantly altered the social studies 
curriculum and consequently the rote of the students. The 
question regarding the priorities of education in a 
democracy had, for the time, been solved by the new ideology 
and the new commitment.
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